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0ld and New Routes from Theory to Practice

[

Sheldon H, White

Harvard University

\‘ ~
This conéérence was iggendéé té-ipster,;;ansaations fro~ theory to
edpcatlonal_gractxce The "theory” side oéithe me;ting deal mostly with
sychol;glcal studies of 1nformatxon processing; the "practice” side dealt
14 - v ’ .
with the teaching of beginning reading. The ccnférence wa; speciali;ed.
It sis not deal with all of the reéearéh fhat might be ;resuécd ;o Lear

N , -
upon education nor did it deal with all of the subjects and goals containel

within schools. PBut our discussions were directed towards a linkage bet'ieen
J ] ’
:esearch and practice that ought to be impdrtant.Af any is. One kind of

theory that education obv1oasly needs is theory about how Buman learn.

3

’ And one kind of practice that is central and archetypal in education is

+

the teaching of beginning reading.

The conference went well. It was beautifully managed. The papers

were substantive and interesting. It feel that I have’l*earned a great deal

from the presentations and could rest well content hpth the experxence of

this neetxng But, unhdsbxly, it is my role as a discussant ;o seek cu_ and
- L]
bring up Tor d‘;cussion the central issues of th¢<uee£§n9. " One of the‘things

this leads one to do, in practice; is t6 look for small signs of tension

or discoufort, in order to try to identify the topics and the issues that
Create excitement. ’ - o '

> Let me quickly recall some events that seemed to me to be "critical

>

incidents” during ‘the conference:




t ‘- ==The firgt care hen one of our speakers was outlining h:s recent
L . .. ¢

° Y

. research"on word perception. The repo t was technical and.detuiled, berause
.

L4 -

much cug;en* work on inforraticn- -process sing dép:nds on rather refined -gxperi-
mqnts directed towards the dv*‘ﬂrow ¢S anong rather sophisticated thesruies. ,

. - Therc was a break in the,,resé’tation for some ddScussion and Snirley ~¥.son
y . 7

interposed a question, “Why are yot telling me this? What does any of this-

; o

have to do with the classroom?” The gquestion had an ianEmQ}e impact. As

g R . -¢
. 8 " 1 4 -

soon as it was asked, you did suddinly wonder about what, exactly, teachecrs
. B < . - - - - .

. . ° * ’
were supposed to get from a bloW-by-blow portrayal of the techricalities of

cognitive research. The guestion was- aimed at a specific speaker but it
> 4 LI ~ . » .
went towards a major assumption governing the meeting as a whole. How o’

-

teachers and researchers bencfit wher. each listens to a blow-by-blow acqount
. ‘ ) . ‘ .
of the other’'s very different activities? Teacher-researcher conferen ices

are commod and cotmonly polite. Blunt, confronting questions are rot often

-

heard in the midst of them. * Why not? The int}midation of the profesgional_
hy the academic? The fear that, 1f the questlon is asked, some ¥ind of bubble

.villthurst° - - ’

\-/

--If the first'critical incident led one to wonder about how meaningful

. , .

theory is for practitioners, the second critical incident was even more -
L - )

direct and forceful. In Prank Smith's preseﬁtiﬁion. ?e said flatly thas .-

he has solc real skepticism about whether théo can be translated into
€

r

- 3 . .

. ! practice in any genuine way. He pointed out that attemgts to translate

) . . :
. . theory into bpractice qsual}y rest upon £forced and oye:simplified reasoning:

.
v . —

“egregious overgeneralization”, “the overlooking of important issues”,

\ . M -
e . . -~
—~

and “"the confusing of cayses with:COnsequences', It is quite cormon nowadays,
~ . ' ‘e ’ /
as we all know, for researchers to proclaim that they. have derived a principie

] - . -
14
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: ‘ v . . . . . .
\. ¥or education or, alternatively, for J'._nno'.ators“u;'edusatxon to u::lg.;e that

-~ A . [

' * . .
- their new procelures rest firmly on current research. Shith is, in cffecy,

. s N -
. -

) ' “arguing that 2f we exanine many of the advertised linkagers between research
. 4 - . . "y
rd [

and pra.céice'we will often find that they arc, unreal. The ‘éransla‘tlon is -
. ivalid on the research side, on the “educational €ide, oOr b‘;th Do researchers
$ ) ‘offer oﬁly cdr'l'.'eni_ent ;"hetorxc for pr;acti—tione;tsl?a " 1s there an alive and
vital conhection betwecn research a;rd p'racticé in edu:atic;_n?
‘ . L J
- --A third sort of perturbdtion arose_.tw_ice?durir;g the cgnferer‘._ce, when

) ’ '

instances were given of. res-srch work that seemingly had -mplicatio.:: fof

education but that had been somehow ignored in gractice. Dexter Flefcher

.

spoke as th® “ancient mariner”, recountir3 his experience with the develo
’ ‘- - )

‘

‘ v
- : . % . . . . . - .
ment of a computer-assistéd method of instruction in beginning reading.

’ -
.

" That development ‘program had achieved less ‘than fond fantasy n;ight have |

-

- imagined at-the beginning. .But, nevertheles$, it had some success and thit
N reward it receiyed for its success was that it v4 dist?a'nded. Therg are

I3

not, apparently, continuations and explorations/f the development - effort

in the practice of education. Wwhy not? And Douglas Ellson presented his.

survey of innovations” in education that had shoa.;n,proven\ positive effects

in evaluation studies. There have been many, many efforts';o_put forth

innovative or compensatory educational programs in recent years. These-

?

pro'gran's have been évaluated and the general, easy, sumary that most people

carry around in their heads is that "notping Works". Yet Professor E}ﬁson

‘has carefully sifted through evaluation reprots and he finds a small body -
. of studies wehre the evaluatichs were of acceptable scigrij;ific quality

-~ and where the data seem to say that something did, indeed, work.  Now in

. . thesc cases we seemingly have instances of research work that is not remoted

ot

L . . ' . 5
- o . . ’ S

'\. = / , . ' A -
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»
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- . ) A .Y ‘ ’ . > . . .

. - from «education; off.in the cloudlanis ’c’f theory, Lut fhat consisted 10 deron- .

. . L v - -
- ] ; i .. . - s r‘ ) N N ’

< .- stration and ‘develcpmer: efforts in educatinnal praetice. The work shows .

- . e - - . -

N - P

- - » .
signs of success but, soa;how, nobogy-seexs to care. Why not? Icn’t innovation

0 - v . .
- . .

.

- 3 Fy - . 4 . !
“ifi education a real 1ssue? ‘Isn't Retter education an issue? b, . <’

L - - -

.

Al . 7
*

-=-And now, fourth ani 1\: -e\he.aru remarxe tﬁat sugge 1: tr'at we fray -
. [ ’ .

. - - - ) S .
r a1l bs £id:111ng while Rome burns.. Frank -Smith is{ his talk stated that he

’

" has deep doubts about the ul‘nma’e' conseguence o‘ tnl speetrun of efforts

- ’

,

i'epresented at the conferénce. He argued ‘that if we \-ere so:ueho'- t.o solve

. albof the pvoblezxs that have been pla"ed upon tre conferencv table r.ha" (/

AN

-

* £] At
- ~'l,u':ght not make such dif.‘erences’ for fmerican literacy. To solve our national .
- \ - . * - rd :
reving problems we might have to think Qout guesfions other than those .of
- . * ' ) - * )

cognition, instructional gesign, classroon practice. We might have to address

. -
. . -

questions of social statys, social Mistribution, politics and society. And

) L S Co ‘

. Blsa Bartlett presented a disturbing aralysis-of current innovative curricula .~

\

in begiming reading. Buils intggthe educational innovidtions she sces a .
tracking structure, a higher level of instruction for the more well-off chil
N 1 . - ~— -

angl a lqwer level of insi:.ruction for the child of lower social status. Embedded ..

-

in these two" last remarks there Appears to be a kind of "hz.guez cr, tzcxs:n of .

the con letence, ugumg Dot that its methods are lmited bl that its goaLs

new or even slightly m'_,schievous. The more li.n.ited version of this -

B higher criticism would assert thaf“the technicalities of bdttering reading

: instruction are lar'gelj irrelevant to the improvement of education. Teachers
X L

« " . .

. " know how to teach réading 'and have been proving that for centuries. " “When

s
- - .

co they don* t suceeed, there are problems nith access, not with method. A -

o= -

.trouqer vexsion of ’the higher criticism would argue that th "reading prablen”

-

in Rrican schools really arises out of poor social uranqement;, perhaps as .

a

eI T 6 - ‘




3 Jesult of ©olitical arrangmenetst that create a cbnspx racy of the nheves

- ° Iy L4 . —
aqainst the have'nots. : Conferences such‘is this one are dlversxonary Tney
\

1Y e

. ~ -
seduce one into obsessxna about. technicalities ra*her thap uorry*ng about
. . L4
social injustice. Thny are'part of the problem, not part of the dngwer.

13

Science is the opiate ofNthe scientist.
B . ' . : ] ' )
The above four items_constitute my private «1ist of the "critical incidents"®

P

. ) . i ;
arising during tge7meeting. They seemed critical because they were all deniais,

*

~

in smaller and larger ways, of the basic and optinmistie premise on which the

. . v * . N
meeting pac established--that-basic research is relevant’and helpfal to
- i » - '

education. r selecting these incidents, I have undoubtedly magnifacd then

After all, if individuals were really and totally persuaded that thais klnq
of .interchangé is irrelevant or harm_ul it is_doubtful that.they would have
-

"consegted to pafticiapte. But the zncxdents do brtnq to the surface.doubts,

dOubts that are’an undercurrent in many meetings o‘ thxs type. It might be’
- i Lv

helpful to try to explore what they mean. - - . ‘

.

Older Aesﬁmptiens of Educational Bsychology °

. LR AT PR -
. Dr. Marie £lay's address to the meeting was "helpful.in that, in two

- - ~

dietinct vays&\she set forth what pne niqht call a dekélopmentaL pereggptive

embodied in hez.work. One important feature of a develoﬁmental perspectxve

1: the recognltion that the work of the psychologist is'directed touards

organized systems. Organized systema maintain their integrity through. a -

~ .

ltrategic balance of vital processes. They are hot free tp learn, adapt,

"~

or change in any'old wa?r*’?hey can only nod1fy their behavxors in some way

eonsistent with that vital strateqxc halance &Hkite, 1976). Dr. clay noted

- -

at the outset of her remarks that if a gsychologxst approaches a qroup of

-

touchers, she does not confront a group of people sxttxng there idly waxtxﬂgf'

.




s

C— P )

~ - . hd

_for some wisc words. She confronts an organizcl eduratloqal syster, teachar-

v 3

’ managlng a comgléx body o‘ educational vOutxre*’and goals. The psycholo;xst's

. \_ . -
advxse and suggestxons st ke such tha, tcaghers can fxt it in amongst all
’ .

the bthex things they have to worry aboit.

. . - o
S my S ’ 3 - ALPS
H H sy itz -
-

Then Dr. Clay noted a somebhat
rd

sxnllai ﬁ/;blem in the teaching of readwﬁg. chilézen have a functioning

- -

\\Lspoken—ldhgﬁage gystém, Part of the groblcb of teaching ther reading lies in -

the fact that this preexisting organization interferec withﬁthefproposed now

- - * N

treatment of language. The teaching of feading‘must*be sucﬁ.that;children

can-fit it in amongst all the other thinz= they have to worry akout. '
s .

. ’ -
A somewhat analogous problem confronts ¥s_as a conferring group. Here

L

we are in 1976, talklng about the necessity of roving ideas from ‘r€search into

. practice. s all been'afranged for?. There is

v . .
a field called educational psycholbgy, well represented in the American Psycho-

Aren't !e all aware that that'

logical Association, organized separately in the American Educational Research
Association. jhere-are textbooks on educational psychology and, until very B

recently, every single teacher in thiS'c6ﬁntry had to pass,a course in'
v [ T A

educatlonal psychology in order to be cevtxfxed All this forms part of a

system that is intended to -move theory into pzpctice.

:th.are we sitting. here_ trying this method of moving from theory into
. [ 9 B .
practice? We are here, in some way, expressing a belief that thé established -

sygtin is not complete in its scope or efficacy in 1976. Maybe the older .

system, established in the first decades of this century, is very roughly

- -

‘ﬂaybe the older system is llmzted. it lays out one path from theory

laid out.

to practice but there is some need to consider other arfangements to provice

. more paths, arrangements such as this conference.

.

. We ought to-consider briefly

1)

+
-

O

the nature of edutational. psychology as traditionally conceived. We may seec .




’ i . — i [

more clcarly what our braditloﬂal 1‘nrs of conru'xgatxOH have bebn. <
)

( ;) Educatxonal psycholoay was csta lished as a dxscxplxne in the first

two decades of this century. Edwarg ‘nonrdlnv publzshed one, volume on .
v N »
educafional psychology in 1903 anﬁ“a»théqefvolume series titled Edu:arioral
& .: . \ . Y T — ————y
Psychology in 1913-1914. His early work @n learning and his later work.on

.
; “
..

testing set the pattern for empiricism an ensuing diccipline of educational

psychblogy.’
of that educational psychelogy at around Thorndike's time are reaéan:bly
-

. ) ,
well known--Dewey, hall, Cattell. The estaklishment of this qgu:dtional

psychology was not .,a sirple fruition of scientific inguiry.

evoked from the academic community to-social -movements that invited sone

" ‘specific kinds of cooperation™
Tyack's recent book, The-One Pest System, gives a history of American
L o, o P

. . ‘ M L J .
urban education in the last century with particular ermphasig on the colla-

< - U ’. t — M
boration .between social leaders and academics. The book describes the growth

of a centralized professional
which bound together the'id;o§yncratic educational practicks of_; set of
small, locally m;naged,4compunity-controlled schéol sygteﬁ. The idea of a

- N - t -

®one Bgst;system“ was the C(gation of reformers who sougw% to establish

-

, ‘amore unxfxed body of practxce and standards in Amérxcaf educatlon. American

schools were in the hands of a local grqup of varying campetence, p*ofe551ona11-

ution would bring a uniform high standard based sca.entifgc knowledge and ’

lanaggment. Tyack assxgns a slogan to the movement,

. f
somewhat satirically. The movement had its positivee:Zd

?he one best system .
negative aspects:.
~ It addresses some real problems of the turn-of-the—c ury American scho%%.

Teachers were poorly paid, poorly educated, had log”séatuéj\

The scientific figures who espouscd or promdted the development -

I was a response

"scientific® coqordimation of American education,

[

{(Reaé Thorndike's

L




Q
ERIC -
v e v

Fairst 5035, publishcd in 1912.) “The 19tn century-American cplleges were

Lo 670

.

.

summary descriptions of kTerican teachers and students in nis Education: A,
. )t . .

o ——— -

i

’ - . L~

. . ~ .
bewildering in. their heterogeneity of admicslons standards. Local . schools

were irregular in their facilities, curricula and’standards. So a reform

o [

movement began that was 1n Fart stimulated by some genuine-nezys in the .

system, and that was in part guite cqnceivably a conspiraéy of-a WASP elite

. . .
that sought to establish an overarching polgylcal control ovecr schools that

. )
.’

were more and more coming under the gOVe?hénca of local groups of ethmics.
Political movements are like that, the holy and the unholy mixed together.” The

problems that precipitated the movement were ”solveﬁ" and cur conspicacus

v
8

educational problems today are in important.part problems of overstandardiza- -

i3

tion--the overuse of standardized testing, the over-reliance on SAT scores

- -~

fdr tollege admission, overstandardized management leading to manifold

p}essures for commanity felevance, corzmunity control, and pluralism in the
organization of .schooling.
N R A ~ [
e . v ' :
People like Nicholas Murray Butler, Robert\ThornJike,,and G. Stanley

Hall were active in the political movement deseribed by Tyack--Butler extremely

80. The movement had direct relevance for them. If education was to be’

scientifically managed, there had to be a’source of that sciencé somewhere.
: .~

And so some leading universities began absorbing teachers' colleges or creating -

.
& .

them, creatini.centeré were research on educdtion would take place and

teachers would receive ‘training based on the fruits of such fe§earch.

At the turn of the century, Amer ican psychologists were pretty much

bottled up in the philosorhy departments,'growing more' and mofe restless-

as their bréss instruments carried their intgrests and theoriéS'furChé} .

away from the normative philosophy of their time. Beginning in the 1892's




many Anmcrica

;:?:fa\e

v , - 671

-

’

y)
ap ebligatory pllgrnn:xge to Wu/ﬁdt s laboratory, and thLy

brough* back thg procedures and the special conc/;nf of .all emplrxcal -

; -
(3

a'bora’tory of Wundt and Titchener held ;

epxstenologj The m:portec. Germdn

s;vay for only a relat'ive.ly short time in th/is country. Then wholly American
. : .o / - .
trained ;Ssycl':olog'ists_ (people 1like Thorngdike and Watson) '-q;Ji'Ckly estab]iéhe 3 -~
. new trends. bi_ue o' 'thin%;s that enabled them to turn in new direcy/t'
’ the estallalis:hm‘ent of scho'o‘ls of eduycation. » -,

At the turn cf the century th;re were hopes that psyc 6:1); wduld lead . ' '

to a scientific substrate for education, social work, £hild guidance, mental

health and social progress in the broadest sense%‘/bese'hopes fodtered.and

conditioned the growth of psychology. and resources were.given

' -
psy’chologigts who Me;e concerned to lose the restrictions of thé

Plac

3 departients. The price 'they had to pay, of course, was that

» : . i
' : some kind of coherence and form to the §eneral idea t

there ought to be

v

\ -

E

a scientific basis for education. And so we find Cattell, Thorndike, and Dewey
in Nicholas m;rra‘y Butler's Teachef's College, setting the pattern for what
A [} .

was to become educational psychelogy. And at ‘the same time, off on the side, ’

¢

- we find G. Stanley Hail pulllng together a Child Stndy movement.

novement, more f a coahtion than a discipline, was short-lxved.

This
But some- -

thing much like it came to lee as the Child Development Move.nent of the
1930's, fadlnq. away and'then rev:.vu}q today _to' become the developme?tal-
psychology that to_,'impinges‘ on, education today. ) . . ’
The insti..tut‘iénal form of that time that lasted angd gr;u was t:.)ge :i_iSCipline
educational ﬁsychology.* The normativ; work of t;.he discipline expressed’ .

a8 defihite idea abq'ut the way'théoi:y' moves into pra@c'e. The, @eral Jidea . s
p \ PR ) ' . = . '
was this: The scientigt would sit in a laboratory, wnd he would discover
. ) . N
o . - , -

)
‘ - . . .
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'3
f/layé of learning.. Teachers mide aware of those laws should be rore scirntifiz
. L N . ’ i :

and better teachers. - Lo

/

- ' = 0 . -

A That's a vision- thdt mary of us,still live with today, in slightly
_,modified form. &ost.of'us have'abapﬁbned the notion that there exist simple,

1 v

general, widely aéplicable‘laﬁs‘of learning that can'be taﬁgbt to teachers for
. ' - ., ! * 4 « R

.- . .

) - - s

* the benefit of their practice. -The behavior modifiérg still believe this,
. Y ] R \ - .- . ) - ‘

and practice it. More people on both sides of the line’ should worry about

> . - .

, ' s’ ° ,
the limited success tHat the behavior modifiers have ashieved with their .

-

strétegy. But nost of us beligye that we, are going to need more than a few

A AR B

plinciples of shaping and rate-modification to explain learnirg and sb we -

say don't ask us now, but sooner or later we are going to come up with laws

®

-

—

-and principles that will ,help us in schools. We can help you to think in

.

.

different ways about- learning, children, schools, development, socialization,

PR ., b .

potivation, behavior problems, etc., We cd&n give you new'id?as and cause you

to reflect on ycur old ideas. But we are still at the'drawing board, still

. .
- .

building theories of cognition and learning. ., Where we have the sciencec, we'll
apply it. ’ o o - . . :

. . \ .
-~ What If Ve Apply Scientists Rather. Than Science? - -, ) .

-

o w

. The older éducationgl psychology is an organized.syk;em. It has insti-

'ﬁu;;onal‘structuré: There are jobs; joufnéls, building, a professional -

~ . - ~ )

oSDCieiy, book publishers, test publishers...much social paraphernalia orgéniztd'*

"found or adapted to a recognized entity. And that entity embodies the

.central ‘idea that theory is:ﬁade in universities and delivered fp‘;cachers.

Lt

« . %o be embodied in pract}ce. The idea'is olq but not comgletely ?nflcxible.,

1f we began in the ear}y~1900'§ with the idea that }esqarchers wpuld ﬁdkp

’

learning theory and norm-referenced tests, we can ﬁodify_that preﬁisg to belie

- . r.’

o~
N
L)

A



that researchers shouwld make informatibn-processing iheor‘y or psycholinguistic

” * . .. . '

P ol

~

theory or-developmental theory or stage-reference-tests. Wé can m’;'k'e, changes

- » - ~
;

within the traditional systém whilc maintaining. its intagritg'asi a system”
. : '\(-.- L}
providing that the changes are not too "radical”. What is a r’adica% change?
. 4

; £ L.
A radical change, I think; is one that challenges the th p ,com-
munication efivisaged in and expressed by the institufion? m of the system.
. . , . / . . )

The rather strong questions_ I noted at the beginning of thig? talk arise out
of a relatively radical feature of recent communicatiens between theory and

prectice. Instead of work.\ng through "channels"--.,ntmg wlt}nn the ivory

tower and passmg papers out fg__..hbae who lxve in applied settings--researchers

have taken to ‘tatking out of the 1vo‘ry tower, _entermg as partlcxpants in the ‘

~
- . . /

.

‘spplied settings. =~ o ’ -

.
D “ -
. \
’ ’ b ‘

We seem to watcim people walkingZout of the‘_laboratories and standing ° '

-

. .- ' R ).
' - 0 - H
An: the schools,.and'uorking-beside the practitioners. He find this inl - o
/ - '
educatidh, we find thls in preschools,owe find th\m hospltals. Aand I

\

suspect that th1s is a movement that is going to grow in the 'years to come. !

J

_1

'l‘here :.s a mvement not of sc1ence, but of sc1entxsts, between t.he laboratory

3

’

and applied setnngs. .- ? F T S )

. L

Notice that we have a. number of peop ere who have moved bgck '&nchforth
betweeh the two ecoloYyies.. - A&n/otxce also that a lot of) ‘Qiscusszons
we had at this conference really drew upon the transitional exPeriences that

people have had in the courSe of that movemenf.  We 'fo;md the ial iseges

‘ . . ) - ) .
e‘:pressed in Dexter Fletcher) 1k, Marje Clay's, Carol ky*s'and Doris
Johncon's.." " T - ? / ,

Dexter fletcb&r expr555ed well the gaps in theory that become apparent

Pa—

vhen‘ﬁne tries to ratlonauy specify a computer system of instruction.  jie . ¥,

: 5
- -

» - -
- . + . . _& -~
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.
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&

talked about immcnse amounts of improvisation and gu~ssing, about quick . .

»

L IR N B £z . ' . .
ngments' on 1ssues " that. mlght take a century or so to settle properly..
A . .

- ’ : . {
'l‘here is no safe and sdlid way to move.from theory to practice. He gave‘

<

as well a2 good sense of %he practu-al com,:romlscs that go on when you try to

do somthng in the reak vorld. We,ﬁm the lafborate;:y tend to- addrcss
.-

ourselves mostly to bas1c .pnnmpies, ideals, and ralatlonsths But it's

»
-

really rather surprising how much of practlcal 1ntervcntxon gets conditioned
£

by small 'things, like the prodramming quirks of a 1500 or a PDP-10. What

t - . .
Dexter said, in short, was that you can't address an applied-setting without

some willingness to transcend the state of your own ert and without making

“some gener‘ous cox;aces'sioﬁs to the art of the ppssible. ‘
Marie Clay said that if you continuously interact with an educational

system, if you try to ﬁxipé your point of view to the system, you are addressing
a dynamic structure that has laws and constraints o:‘. its own, you have to study ‘
that structure a;nd,und'ersta‘nd. it. in order to know how to act on it. We .
éeqerall_y conceive of\sp a_pplied.sciefntist as a person who is’ scholarly about
science, and.conce.r;aed about éractice.- v.le'rarely concede that an appiligd .

scientist might have to pe a fcholar about practice. There is much to be known
about schools; .they, a;.'e much more complex structures thah they appear to be on

the surface (White,-‘ 1977). And many academic proposals and prescriptions for
the betterment of educatmn fail because they are based on simplistic stereo—-

types; they are irrelevant, incompetent and matenal with respect to the complex

reality. (Anyone who thinks that defining "good education” or "better
. 7/ . .
education” is easy might try askinq the next ten people he meets to défint

the notion.) By hvmg within the functioning educational system. the sensitive

Yesearcher passes t?eyond .the legendary and the steseotypic. The ‘rescarcher. .

14
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begins to see what the educator sces. , And conversely. : .

Marie Clay said that a signifﬁéant value of the scieqsist is  in "petTeptual

. s .

training of the téacher”. She talked about the value of the scieptist not soTI
much in offering“thggxetical truths as in framing and organizing reality. \

N : . !
" Then Jerome Rosner, in a not unmixed appraisal of the practical value of *

researchers, said, "One'nice thing about researchers, they can describe things

fantaétically_well.",-Hot so‘long ago I Egard Gregory Anrig, chief state -

.

-

school officer .in Massachusetts, appraise the value of the rescarcher in some-

-gping like the following igrms: "I don't necessarily need peopie wgo can S;ing
pé answers. I can ;se people who bring nme questions.” . o

So researchers and practitioners working with each othe; be3in to see -
.things tge way ;he other does and "they begin to think }ik? eacA otﬁe£. At

another conference, ¥n the relation of science to policymaking, I once heard

-

ﬁolfgang Edelstein of the Max Planck Institute of Education offer a symbolic

interactionist view of the transmission between scientist and policymaker.

The fundamentally productive aspect of the relationship, he argqued, lies in

what Preudians might call the transferencg relationship, or‘what George

¢

Berbert Mead might call the iaen':if'ta:ion with the other. The scientist

-

~ becomes a bit of a practitionér and the practitioner becomes a bit of a

. 7 ., .

stientist. Now here, in this meéting, a similar argqument has emerged repeatedly.
.. i . . )

Haybg'this;is the ultimate reason why we have begun to send scientists rather

than science into the arenas of practice. Inforamtion is not enough. Maybe

- we_need a theory of identification-processing.

The talks of Carol Chomsky and Doris Johnson's illustrated a kind of

emergent creativity that ‘Pé can find in applied work. What Carol Choasky

.F
found wefglnqw patterns of phenomena. She was trying to teach reading through

. : ‘ o ) 4
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" in new and interesting way‘s.

-

. f - R
» “ . . >
¢ - 7 .
676
/ ',‘ — ' /‘ b . ' 5 -+’ ’
! cane spon snvented sgel o
vrlt.mq and she came upon 1nvu\tcc s,»elluxg ,.»atte'ns which scemed tn be
<regu1ar and Iaufﬁl. which s):owe" order, and wh1ch in a sénse begged to be?’ - ‘ i
f:.gured out. what Dor1s Johr‘.soa discussed were striking dyslexic dis- ’
’ e - ’ ' . - ’ ¢
— .sociations ¢f visual, augitory, graphic, and linguistic processes, Such — ag

dissociations lead you to _ think about the naturec of'theu_qht fnd‘?‘rledge

- ) . o N \ T
For, the resg.a:;:her,\thg move td practice can often be a visit to another 1
; -
. . i
la.boratéry : New pmnomena appear, new pa..ternl‘ of order in nature. The

L] -

>

movepent olt of the laboratory need not be a move away from fundamental
0] - >

inguiry. 1I% can be a movpte'zt towa'ds it. Most psychologists are, I think,

insufficiently aware of a lohgstanding argunent in the history of psychology

- |

xevolvmg about the quespcn of whether laboratory work is suff:.c:.ent for-- J
<'3 !

|

some would say even .necgssaxy to-*the scientific study of psychology. ‘
|

A d1stinguz.shed lineage rangin g from ‘Wilheln Wundt through Lev s; Vygotsky ..
to Urie Bronfeqbrennet_'m our"’own time have all argued that one cannot fully
develop a science of pggychology by.experimental work in a labgratory. Part

of what we kr_;ow.must be, méhtqin natural settings. So conceivably the

psycholog:.sts of today are not mov:.ng xnto euucatxonal settings solely for . |

' Q,nto pract1ca1 interventio _some special conflicts arise. The écientist_

A
: )
. Be adbpts other values that must be ba’anced aqainst his sc:.enu.fic values. :

* . A
the sake of sécial welfare.’ They nght be doing so for the sake of science.

Some Conflicts of Scientists in Practice

‘. - , hd . . -

,After the sdentist has.paid the costs and reapéd the benefits of entry

.

esents,. by role defm tion, profess:.onal values of science. But he -
( - ¢

h&s assumed some adqhnona responsxbihnes. The scientist has bccome,

Lt !
N ) . % 2
-

if you like, a little ‘bit of an epg:.meer and/or a little bit of a teacher.

' \ B
. N ~ -~ . . - - - “
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14
. . biscussion at the meeting has again. touched upon sensitive questions.of

14 f\'

the ultxmate practzcahty of pract:.cal work, of tbc relevance of relevant

ALl . . R A [ ’

. nesearc'h. ‘ The ‘Questions are new qurstions that might not be likely to crop'-

up in an ivory tower, but theycere’ stiiking and salien® when onc tries to

® -
v .
- . . . 2

make something happen ip" schools. L K e .
. . : .. @
:'.rou have workéd on an edacational pro.ject,. In'evitabiy ';'6)1 have had to do -
- - ' B . . a o

*

this ir} a local ‘setting: '_You can’'t work on the system as a whole so you .
[ 2 . -
set up a project in Gary or Peoria or Pittsburgh..- You are ingenious or
- . » .
lucky. You get a streng positive effect of the.iptervention. You know it,

the teachers know it, and, mirabile gictu, the formal evaluatidn says so-- .
. I'd |

cases randomly ass:.gned to treatment ?nd control conditions, s.mple tat:.stxcal

o . . i . - ‘
tefjects w:.th no messy hxgher-order 1nte'acuons, d:.fferences so s:.zable ) |
. . : . T

‘ that they seem practically as well as sﬂatistical’y signi’icant. You submt . 1

S ’ ydur paperbound zeport to Washmgton. whzcb is quite likely to reward your )
success by a refusal to coritinue ‘funding the project, and wh;ch will in any

- . ’

- . ~
_case sooner Qr later proceed ty forget that the project ever existed. Your'

|
|

|

i

|

|

final reéo:—t will become part/of what has been éalled the "fugitive literature™. . J

.
- . . . . 4

" Some co;zcgrn-d échélaf, such as.Douglas Ellson at this mee,ting, may fish it
out of ERIC and he nay ask why nobody has ever done anything about it.
Those who hear the question will look X' httie confused---educators, professors, b'.n

'reaucrats-fsensing *that it“is a perfectly reasonable questior_A, bit it is

-

> .oa perfectly reasonable cuest:.on, bnt it is not their question. It is somebodv

. - else’ s, or it ought to be mgbody else’'s. o .

- . so you have a scientxst who has nade the couniu:ent, to practxce.who

*

hld gone out and tried to make a change and ultimte.ly not.hmq seems to
3 4
- happen. m: do you. do" The problem you face is that the world of education

I :




. ) ‘ P R .
contains ‘very few ways for tramsmitting 1innovatrers gnd sigmificent intermal .
: \ .

‘ - s ; ;
mechanisms for resi ting their introluction. Thish*is <he Achilles heel of .
> b . ¥
. the contract mechaniss so much favored in Washington thesy Bays. . N
N

] . . . - .
You can describe tre local operazticon in a papercouiv] repert with the

- fate that I have discussed. You can write Jourmal articles, of you can vyrite
%

- . . g ~
*

in some jeurnals thas to teachers, ut you can't write much, aré you .
go A -

R _can't show much. Or you: can hope scmehow to cérrect with the mayket .
& ﬁ’o ~ ) . ) ] . . ] .. ~.
mechanism. 5ome kinds of developments that are,appealing to publishers cr
’ ‘o - v .

i $ ’

. . . : c .
. ‘. to educational hatdwarﬁ manafacturers get picked up ard get carr:ed around

. - (o] L]
: + - the system this way. ' *
_ / - "— . * . . L ]
" o " This lxmited)huncertaxn path to educational usage puts soTe delicate

. questions to the scientist-innovator. Wwhen one invests years ard time and

o effort on a aevelqpmeq; Froject, than you have o care. Do vou drcp tne
- / .

L }nnovation, implicitly conceding.it to be an empty:?esture, qr do you accept
L

- -~

Rl -
"the task of “"selling”™ :t? " You get now into the funny responsibility to assume
Al - e

P4 ¥

. capabilities that are outside the scope of regearcp_work, You either turn
‘f ‘ -
: . , into 2 markéter or a Guru or a preacher, or .you at least have tc find
% - s . ) . .
} ways to coordinate with Such'people.
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